Introduction
Doctoral-level study has been the subject of major policy changes over the past 10 years, coinciding with the introduction of professional doctorates (Bourner et al. 2000; Green et al. 2001; Lunt 2002) . Most recently in the US the Carnegie Initiative on the Doctorate and the Carnegie Foundation's studies of preparation for the professions has proposed a new doctorate for the professional practice of education: the Professional Practice Doctorate (PPD) (Shulman et al. 2006) . This particular proposal addresses the need to prepare quality practitioners as 'stewards of the discipline ' (ibid., 27) to lead developments for the future.
The emergence of professional doctorates in the UK over the past 10 years, and the consequent challenges of developing professional knowledge and rigorous reflective practice, has seen the increased use of reflection as an integral part of doctoral-level education. Personal Development Planning (PDP) and reflection on learning has also been introduced and is now explicitly encouraged in higher education (HE), including at doctoral level (e.g. QAA 2004).
The EdD (Doctor in Education) was one of the first professional doctorates in the UK, intended for senior professionals in education who wished to enhance their professional knowledge, reflect rigorously on their professional work, research their practice and, in general, engage in professional development at the highest level. It provides a framework for experienced professionals to develop their practice through research and engagement with relevant literature, culminating in the conduct of research that makes an original contribution to professional and *Corresponding author. Email: val.klenowski@qut.edu.au academic knowledge and which will have clear implications for professional practice. However, a major issue for the EdD is the nature of the professional knowledge developed at this level, and the means by which knowledge developed in the academy may contribute to practice in the workplace and lead to critical, professional agency. This is one of the important issues that underlie the proposal for the PPD (Shulman et al. 2006) for it is the intention that practitioners will develop the capacity to contribute to policy and practice decision-making in completing the PPD.
A number of professional doctorate programmes in the UK and elsewhere have been attempting to address such issues by the inclusion of some form of reflection which leads the student to integrate academic and professional knowledge, to consider their learning and to link this with their professional development. Such 'productive reflection' (Davis 2006 ) that includes integration and analysis aligns with wider policy developments for doctoral education (e.g. QAA 2004; ESRC 2005) . In its guidelines the ESRC (2005) states that professional doctorate (PD) programmes will be expected to have addressed the following:
How the research contributes to the development of the student's practice in a professional context … the requirement for students to produce a reflective statement which demonstrates the contribution made by the whole PD to their professional learning (p. 100).
Alongside this, the QAA (QAA 2004) states that: … it is accepted as good practice for students to reflect on their learning, supported by frameworks developed by institutions for recording personal development (precept 20). In addition, most universities are now developing PDP tools which encourage doctoral students to engage in reflection and review. This is not an unproblematic process and is one that this study sought to analyse. This paper is based on a small-scale study that investigated the perspectives of EdD students on the role of reflection in their learning, as incorporated in a reflective statement connected to a portfolio of work. The study has raised important questions concerning reflection at doctoral level: its meaning, the values underpinning it, the quality of the reflection and the impact on learning and professional knowledge. A review of relevant literature pertaining to reflection in learning and professional development, personalized learning and portfolios indicates a gap at the level of the doctorate. There exists plenty of research surrounding the use of reflection in teacher education (Harland 2005; Davis 2006 ) and the use of portfolios for learning and assessment (Woodward 1998; Chetcuti et al. 2006; Klenowski et al. 2006 ) but very little research has been carried out at the level of the professional doctorate. A description of the context of the EdD and an illustration of how current policy translates into practice emphasizes the significance of this issue and the need for further research. This is followed by a presentation of the methods and data analysis employed in this study, the findings and their implications for policy and further research.
Personalised learning and Personal Development Planning (PDP)
The UK policy context in education emphasizes 'personalization' of learning in HE (DfES 2004), referring to its independent and self-directed nature and the increased choice and flexibility of courses offered to meet different student needs. PDP is encouraged across HE as one strategy to support greater personalization. The intention is that individual learners will 'reflect upon their own learning, performance and achievement and … plan for their personal, educational and career development' (ibid.). This 'personalization' of learning is emphasized elsewhere: 'the more learning can be personalised to meet the needs of individuals, the more successful and enduring their education will be' (Demos 2005, 6) , and has been linked to the idea of learning to learn and meta-cognition or 'reflecting on one's learning and intentionally applying the results of one's reflection to further learning' (Demos 2005, 7) . However, there is a lack of clarity regarding these processes (Ecclestone 1996; Clegg 2004) , and therefore a need for research to provide better understandings of the concept of reflection which underpins PDP, its limitations and the conditions that support PDP processes in the context of professional doctorates.
Portfolios and reflection in learning and professional development
It is widely accepted that professional development can be documented and assessed through the use of portfolios (Baume & Yorke 2002 , Hinett 2003 Jackson & Ward 2004; Orland-Barak 2005) . While there are various definitions of portfolios (Arter & Spandel 1992; Stecher 1998; Klenowski 2002 ) a common understanding is that evidence included will be drawn from practice with a reflective commentary. This commentary illustrates how students relate their professional experience with the theoretical understanding gained from critical readings, writings and research. The importance of reflection in learning is well documented in directed and selfdirected contexts (Boud et al. 1985; Kolb 1994; Brockbank & McGill 1998; Moon 1999 Moon , 2004 Langer 2002; Hinett 2003) . What also becomes apparent from a review of the literature is the problematic nature of the use of reflective statements in portfolios for learning and professional development (Orland-Barak 2005; Chetcuti et al. 2006) . For example, Meeus et al. (2006) argue that 'unreliable reflections' (ibid, 133) can emerge and students can engage in 'tactical writing' to convince the examiner of their achievements if the distinction between the functions of the portfolio is not made explicit. These authors argue for a clarificatory framework for the use of portfolios in HE to promote genuine engagement in 'productive reflection' (Davis 2006 ) that includes analysis of strengths as well as weaknesses in the learning process.
We argue that reflection is an important process in the development of a portfolio of learning that represents both academic and professional development, and that this is a key feature of professional doctorates, such as the EdD, the focus of this study. However, we acknowledge the tensions and issues that exist in the formative and summative assessment demands and procedures and agree with Chetcuti et al. (2006) that the portfolio can help to 'bridge this gap'.
Nature, object, scope and purpose of reflection
Reflection is often defined by referring to the conceptual components and theoretical perspectives of Dewey (1933) and Schön (1983 Schön ( , 1987 ) (see Lyons 1998; Moon 1999), and McLaughlin (1999) raises important questions about reflection in the context of the 'reflective practitioner'. These questions are relevant to the use of reflective statements at professional doctoral level in considering the nature, object, scope and purpose of reflection. In analysing how reflection is to be understood, McLaughlin offers two related continua. The first concerns the nature of reflection, with the explicit and the systematic stressed at one end and the implicit and the intuitive at the other. This continuum relates to matters concerning the nature of the reasoning employed and the extent to which a 'standing back' from action is involved. The second continuum along which the views of reflection can be located refers to the scope and objects of reflection. The concern for specific and proximate matters is at one end with matters that are general and contextual at the other. These two continua are related in a complex way with differing objects of reflection involving differing forms of reflection.
In a detailed analysis of the judgements involved in the assessment of portfolios to develop and accredit teachers in HE on courses run by the UK Open University, Baume and Yorke (2002, 21) found that 'continued reflection on professional practice' was a problematic value to assess in action. This was because of differences in whether reflection should 'simply look backwards … to make sense of what has happened, or whether the course requires reflection additionally to involve planning of how practice should change'.
Similarly, Orland-Barak (2005) studied the specific quality of reflection associated with portfolios in the context of in-service teacher education and found that the documentation of critical reflection had limitations. The level of reflection identified was predominantly technical or descriptive (Hatton & Smith 1995) , and what remained 'untold' in the portfolios was the critical reflective accounts of conflicts that innovative practices might bring to practice or accounts that demonstrate in-depth self-criticism. Woodward (1998) also found that learning could be distorted if students perceive assessment as high-stakes in terms of their careers or course grades. The implication for the use of portfolios as one element in professional doctorates is a need for greater understanding of what is expected of the reflective statement, i.e. its nature and purpose in the context of developing critical, professional agency. This is particularly important if it is to be used as part of the assessment procedure.
Value and development of reflection
The important question of the value of reflection has been raised by McLaughlin (1999) who states:
One way of putting the central question here is to ask whether 'reflection' is valued as an end in itself or as a means to other ends. (p. 11)
He continues:
If reflection is valued because of the quality of judgements achieved or aimed at, attention focuses upon the 'content' of reflection. This raises the question of the criteria that can be invoked for adequate reflective judgement. If reflection is valued because of the action to which it leads, a number of questions arise: does being reflective mean merely thinking about one's teaching or doing something about it?
In considering the value of reflection, McLaughlin states that if the importance of the critique of reflective judgement is insisted upon, then crucial questions about the basis on which criteria can be specified need to be raised. That is, what is to count as adequate reflection and on what grounds?
McLaughlin explains the difficulty of detailing developmental principles relating to reflection. If reflection is to be used in a meaningful way for learning and professional development this requires attention. It is important to clarify what we mean by reflection (Moon 1999) , the values underpinning different kinds of reflection (Ecclestone 1996; Bleakley 1999) , the quality of reflection (Schön 1983; Barnett 1997 ) and its impact on learning and professional development (Hinett 2003; Moon 2004) . Attending to such issues forms the focus of this and other relevant research (Maclellan 2004; Dysthe & Engleson 2004; Orland-Barak 2005) .
Classifications of reflection
Most recently Davis (2006) , in a study of reflection among preservice elementary teachers, has identified various taxonomies of reflection and makes a clear distinction between productive and unproductive reflection. The latter is descriptive, lacking analysis and comprises disconnected ideas while productive reflection, Davis claims, is more likely to support learning and involves integration and analysis.
Throughout the literature reference is made to the four levels of reflection: technical, descriptive, dialogic and critical (Hatton & Smith 1995, 45) . Technical reflection is described as 'decision-making about immediate behaviours or skills', while descriptive reflection is defined as 'analysing one's performance … giving reasons for actions taken' (ibid.). Technical and descriptive reflections do not require the use of explicit criteria to evaluate different viewpoints (apart from the criterion of personal preference). 'Knowledge replication' as opposed to knowledge generation tends to dominate. Dialogic reflection is more demanding because the logical strength of a particular view is considered and objections to that view are understood; our assumptions and beliefs are questioned. Hatton and Smith (1995, 45) describe it as 'hearing one's own voice … exploring alternative ways to solve problems in a professional situation'. Critical reflection involves a range of criteria, norms and value positions by which to evaluate the adequacy or reliability of a particular view. It is 'thinking about the effects upon others of one's actions, taking account of social, political and/or cultural forces…' (ibid., p. 45).
Maclellan's study of academic essays (2004) suggests that reflective writing has the potential to trigger learning and that there are distinctive forms of reflection that represent a developmental hierarchy. Defining developmental differences in the quality of reflection can offer greater distinction of meaning to inform students in their own learning.
A more generic framework for levels of reflective writing has been offered by Moon (2004 Moon ( , 2005 . The least sophisticated describes material in a serial manner, and progresses to a descriptive account with some reflection. At this next level learners 'question the events, evaluate their relationship to them and consider meanings and interpretations'. More sophisticated forms of reflective writing demonstrate 'recognition of the constructed nature of knowledge … that there can be different frames of reference imposed; that different people … have different points of view; that states of emotion are cumulative'. The learner understands that 'the passing of time can affect initial interpretations and there is a questioning of the processes of reflection themselves' (Moon 2005, 118) . These more sophisticated qualities of reflective learning parallel the dialogic and critical levels identified above, and are of interest in the development of critical, professional agency, a focus of this study.
Reflection and critical, professional agency
This relationship between reflection and critical, professional agency is best understood in the context of the work of Barnett (1997) who suggests that the concept of critical thinking should be replaced with the more comprehensive concept of critical being, which embraces critical thinking, critical action and critical self-reflection. He argues that critical thought, which implies critical self-reflection, has a central place in higher learning. His conception of the 'critical professional' is more expansive than Schön's notion of the 'reflective practitioner': the critical professional has a duty to speak out because of his/her 'socially sanctioned authority to pronounce within a particular domain of knowledge and action' (ibid., 134). Bleakley (1999, 320-321) explains that reflection-on-action is retrospective while reflectionin-action is 'intuitive reflectivity involving the prospective'. He proposes reflection-as-action to define praxis or theory-in-practice or practice-as-theory. He does not see reflection-as-action as 'an effect of personal agency acting on a world nor an effect of world-making through cultural construction', rather he sees it as 'an effect of active world immersion, or "engaged agency". The locus for reflection is then not "in" the individual (decontextualized), but "in" the total event, involving the embedding of act in a context that itself guides or moulds the act. Importantly, the reflective act can then be framed as sensitivity-an aesthetic event rather than a functional or technical adjustment ' (ibid., 323-324) . It is this conception of reflection that is useful in an analysis of the reflective statement of the professional doctorate of this study (see Figure 1 ) and links to the concept of critical, professional agency. Figure 1 . Analytic framework for reflection Source: Hatton & Smith (1995) ; McLaughlin (1999) ; Schön (1983 Schön ( , 1987 ; (Bleakley, 1999) .
The students are not told how to write the reflective statement but are given its purpose. They must engage in reflection on and analysis of the total experience. In one sense this is reflection-as-action with the student immersed in the total experience of the professional doctorate bringing together theory and professional practice. In Loughran's terms (2002, 41) this is 'effective reflective practice' because it leads to an articulation of professional knowledge that sees theory and practice as intertwined and challenges the view that they are dichotomous. The reflective statement provides the opportunity for the student to bring coherence to the set of experiences and to integrate many elements. This is empowering in the potential it offers for the realization of the purposes and outcomes of the reflective process. In terms of the professional agenda there is improved practice and in terms of the political agenda there is development of autonomy, of informed professional judgement, decision-making and existential self-realization (Morrison 1996) . In Barnett's terms (1997) this is also an opportunity for the student to engage in critical thinking, critical action and critical self-reflection. How this is enacted and achieved in the context of the professional doctorate forms the focus and context of this study. (1999); Schön (1983 Schön ( , 1987 ; (Bleakley, 1999) .
The Doctor in Education (EdD) programme
This study was conducted in one university in the UK that introduced the EdD 10 years ago, and has continued to recruit strongly. All students are senior professionals engaged in part-time study for the EdD. At the end of the taught courses, students develop a portfolio including a reflective statement that presents the student's reflections on the learning experiences across the four courses and the relationship between their course work and their academic and professional development. This requirement marks the beginning of the reflective process. Further assessment requirements involve the completion of an Institution-Focused Study, normally undertaken in their own institution or professional work setting, intended to support the student's professional development and extend understanding of their professional role. The final assessment requirement is the research-based thesis (45,000 words), with which is attached a reflective statement (2000 words) that is intended to demonstrate an integration of the elements across the whole programme. Students can demonstrate through reflections on their academic and professional learning, how these contribute to their professional development, and how the EdD programme has enhanced their identity as professionals. In practice, the reflective statement has been used differently by different students, indicating their own orientation to this form of learning.
The reflective statement within the EdD
At this university students are informed that the statement should:
• provide a summary and synthesis of their learning experience over the programme as a whole; • make links between elements; • demonstrate how the programme contributed to their academic and professional knowledge.
Some students use the reflective statement to show progressive development of their thinking, analysis, reflection and understanding in relation to their enquiry with the ultimate intention of enhancing professional practice. Others show how the elements of the course have contributed to their development of competence and understanding of professional enquiry and reflection and how this has enhanced the final thesis.
Methodology
This study set out to investigate whether the incorporation of a reflective statement into the learning and assessment structure of the EdD Programme offered an opportunity to enhance the academic and professional learning experience for the student. The subsidiary research questions were concerned with EdD students' perspectives on the nature, object, scope, purpose, value and development of reflection through the use of a reflective statement. Given the nature of the research questions, qualitative inquiry dominated and the methods used to collect data included document analyses of a random sample of participants' reflective statements and telephone and face-to-face in-depth, semi-structured interviews. The participants of the study consisted of 21 randomly selected EdD students who contributed their reflective statements for analysis. Of these, 12 students, who had recently completed the EdD programme, volunteered to be interviewed. Ethics procedures of the particular university were followed and each participant's consent to be involved in the research was obtained. Participants were informed that their participation was entirely voluntary and confidentiality was assured. All participants were informed that they had the right to withdraw from the research at any time. This was particularly relevant for our study, for as Harland (2005, 327) has identified, 'a level of privacy may be necessary in learning situations that require critical reflection on practice'. In his longitudinal study of portfolios for authentic enquiry in teacher education he found that as reflexive engagement progressed the portfolio and the summary of learning became private documents.
Initially, two data sets were established for analysis. The first data set comprised the reflective statements, which were analysed carefully once the literature review had been completed and the analytical framework established (see Figure 1 ). The reflective statements were examined to:
• establish if there was a difference in the quality; • detect evidence of a personalized dimension to learning; • consider whether there was evidence of a relationship between the professional and academic learning experience ; • identify the implications for future teaching and assessment practices.
The second data set was based on the interview data which were collected from participants' responses to the following questions:
• What do you consider to be the purpose of the reflective statement?
• What do you consider to be the value of the reflective statement in the EdD programme? • Do you think writing the reflective statement contributed to your own learning (professional and academic)? • How did you go about writing the reflective statement or what approach did you adopt in writing the reflective statement? • What role does the reflective statement have in the assessment of your learning?
Most of the semi-structured interviews were conducted face to face, though two were conducted by telephone where distance of travel required. All interviews were recorded and detailed notes were made, which were collated, analysed, coded and synthesized.
Cross-comparisons were made between the two data sets and major themes were identified. Significant, valid and reliable conclusions were then substantiated by ensuring that observable patterns, trends and relationships were evident across both data sets.
Findings

Reflective statements
The reflective statements differed considerably in their nature and the purpose served for the EdD graduates. While some graduates appeared to have engaged in reflection as part of their learning, for others it provided a means of recording past learning and the impact of the EdD on their practice. Five main themes have been identified.
(i) Reflection and Action. Here the process of reflection, which had been encouraged through the EdD, appeared to have an impact on practice: they had been supported to become more reflective, and this had had an impact.
For example, S1: …becoming more reflective can help one to achieve a better understanding of one's own practice and an improved level of performance.
And S3:
I have learned to see more clearly and to listen more carefully and this will now always inform my professional practice … as a valuable offshoot … the habit of reflection has helped me to keep my work in perspective and provided a tool to make the day-to-day challenges faced by all of us within education less overwhelming. S10:
… my own reflection on professional practice … has significantly influenced the way that I now lead my school.
(ii) Impact of the EdD on practice. Most of the reflective statements demonstrated the impact of their EdD study on their professional practice and illustrated the development of critical, professional agency. For example, S5 reflected:
… undertaking the EdD has radically altered my professional practice and has provided me with the rationale for doing so. This transformation to more reflective practice will, I hope, continue to develop.
while S7 stated:
… the programme led to a deep and self-reflective understanding of the principal question of anyone's professional life, especially in public services…' what can I contribute to the public good?
And S11:
… the numerous interpersonal encounters and discussions with staff and colleagues throughout … my studies left a profound impact on me and positively influenced the direction of my work.
(iii) Increased professional confidence. Becoming skilled in research and reflecting rigorously on practice clearly helped to increase confidence. For example, S10:
[the EdD] has provided me with the confidence, knowledge and understanding to undertake my own research and also to critically evaluate the research of others in order to better inform my own professional practice.
And S12:
[the EdD] enhanced my professional confidence and my analytical abilities.
(iv) Connections. A key aspect of professional doctorates is the link between theory and practice, between professional and academic knowledge, and between doctoral study and the workplace. This theme is illustrated by S6:
…the reflective statement presents an account of a series of connections associated with my participation in the EdD programme … the connection between my doctoral studies and professional practice … the lines of enquiry that developed over the course of the programme….
And:
… at the heart of any professional doctorate is the relationship-and the tension-between academic knowledge and practical or professional knowledge.
And S13:
… several connections can be made between my professional and career development and my learning on the EdD … trying to deepen my understanding of the connections between educational research and practice.
(v) Critical reflection. A number of the graduates used the reflective statement to reflect critically on their practice and ways in which it will now be different. The process of reflection appeared to enable them to move forward. S1 wrote:
I have realised that in trying to understand, rationalise or improve any aspect of pedagogy, it is useful or perhaps essential, to adopt a multi-dimensional approach, ensuring that the problem, and its solution, is viewed from various perspectives.
S7 stated:
… by commencing the EdD … I had decided I was willing and able to question both the purpose of my own professional role and to interrogate more critically the policies I was responsible for implementing … the thesis became a fundamental and transforming process in my life, both professional and personal.
And S2:
… the [EdD] contributed significantly to my professional development. This included the discipline imposed by research, the organisation of time, the renewed experience in the use of … documentary resources, analysis of … reports … the value of contact with headteachers in schools. Indeed just as the headteachers were informing about the present I was informing myself about the past and both learning experiences thus synthesised to inform the thesis.
Interviews
The interviews were analysed by identifying themes using the following six dimensions: contribution to learning; usefulness; purpose; value; the process of writing the statement and its use in the viva voce examination.
(i) Contribution to learning. Not surprisingly, the graduates differed significantly in response to this question. For some, the reflective statement, and the process involved in writing it, made a significant contribution to their learning, while others regarded it as a hurdle to jump. G1 considered the reflective statement itself to be of central importance:
… that complex relationship between being a researcher and being a practitioner at the same time … there are three sites of integration … definitely the third … is in the reflective statement.
And G3 stated that:
… the reflective statement was … about making coherence for the whole programme in relation to my professional practice.
On the other hand, G4 considered that:
… it serves as a nice summary of everything that was done.
While G7 stated:
I'm not very enthusiastic about reflection as a learning method, I get much more from dialogue than reflection.
Both student differences and differences in the ways that supervisors guided students to use the reflective statement are evident.
(ii) Usefulness. Again, graduates differed in how useful they found the reflective statement to be. G1 found the process in itself useful:
… it was very useful to be compelled by the requirement to do that reflection…. I thought that the process was extremely important.
And G10 said that:
… it gave me the final 'ah ha' experience and helped me to see things differently, and relate my learning to my professional role in a new way.
G6 considered that the process of reflection:
… helped me to become more critical. There was a fundamental shift in approach and the conceptual shift was significant.
However, one graduate, G7, found the process of reflection and the statement of limited usefulness:
The EdD itself was very useful to me in that it developed my learning and my practice, but I can't say the reflective statement or the process of reflection was so useful.
(iii) Purpose. A range of understandings of the purposes was reflected in the statements. On the one hand G1 considered it to be:
… an integrating tool of the academic and the professional … a portfolio of assignments, papers, research studies and the thesis at the end … a kind of fragmented learning history and the reflective statement has got to help you position yourself in relation to that and you have got to pull it all together.
G2 suggested, on the other hand, that:
… other people's intention was to help us bring the disparate bits together and to do that important thing of reflecting…. I suppose that's what I did. It doesn't feel like my purpose.
And G4: … at the time I saw it as more of another task. Now I see the value of the opportunity to stand back to see the links and to highlight the professional and underlying values.
And G9:
… the reflective statement built on that early learning and helped me to process all the learning from the whole EdD and to see it as a whole and to see my work differently.
(iv) Value. Similarly graduates attributed different kinds of value to the process of reflection and the reflective statement. G1 said:
… .the reflective statement I think is important, that's a value, it forces you to look back at the hurdles you have jumped and forces you to make sense of it.
And G3: … for me it was so inter-linked that for me the only value was to let the examiners know the context from where I was coming from.
While G5 considered that:
… there was limited value particularly if it comes at the end of the course…. I think it should come earlier in the course.
And G6 also considered that the statement itself was: … no real benefit, and I completed it as part of what was required as I had done all the learning.
(v) The process of writing the statement. Graduates approached the reflective statement differently, probably reflecting the way this had been introduced by their supervisor. For example, one graduate kept a research diary throughout while others developed the reflective statement at the end of the research process, almost as an afterthought, or a kind of coda. G1 said:
I went back to my research diaries … looked at them in particular.
While G2 said:
… it was very much a thinking historically. This is what I have done, and as far as I remember the text is actually an explanation of the connecting themes.
And G3:
I didn't want to write it in an academic way because the thesis had been written that way, I wanted to write in a reasonably friendly, clear, straightforward, this is where I am coming from, this is what I have done, this is how I have reached this point.
And G11:
I really enjoyed writing the reflective statement. It brought the process back to me, made me make connections which I did not realise were there. I looked back at all my work, kind of processed and synthesised it, and tried to get the essence of it all into the reflective statement.
(vi) Its use in the viva voce examination. The reflective statement helps to contextualize the professional doctorate research and the candidate's work, and is regarded by programme directors as an important document for examiners, though not part of the assessment itself. However, examiners appeared to have made very different uses of it. For G1 the reflective statement was used constructively in the viva examination:
… my reflective statement … contributed to quite a significant discussion in the viva about your professional role as a leader within the context that you were researching and whether you felt some responsibility to … so it did actually feed into [the viva].
And:
… it got more than its fair share of air play in the viva. I wasn't that surprised because it is the place where you are pulling all the learning together and you're going to discuss it at the viva, the quality of the learning.
For several graduates, little or no reference was made by examiners to it. G2 indicated:
… none at all! … I have no idea whether the two examiners actually looked at it.
And G4:
… the reflective statement did not feature. It wasn't referred to by the examiners that I can remember and I did not refer to it.
And G10:
… the examiners made no reference to it, that was very disappointing.
Discussion
This exploratory study has highlighted some significant ways that the reflective statement has been used to enhance the learning of EdD graduates on one programme. Both the statements themselves and the interviews revealed that many graduates had found the process useful and that most of them reflected on the impact of their EdD through the process. What was noticeable and disappointing was that the majority of interviewees had no opportunity to discuss or use the reflective statement in their viva examination, which for most resembled a PhD viva. The analyses revealed a wide variety of approaches, which could be differentiated using Hatton and Smith's (1995) framework. Some were 'technical' and provided a summary of the elements of the programme. Others appeared 'descriptive' of the different elements, but did not move beyond description. Some statements were categorized as 'dialogic' in that the graduate had questioned his/her own assumptions and beliefs to 'explore alternative ways to solve problems in a professional situation'. Only a small number of statements involved critical reflection, both as an intellectual activity in integrating and critiquing their study and practice, and as a process progressing their learning through the reflective statement itself. If reflective statements are to achieve their full potential as a means for enhancing learning at this level, it would appear important that programme directors and tutors build in the habit for reflection through structures such as research diaries, and through the development of portfolios which include regular reflective statements throughout the duration of the programme. This aligns with PDP developments in HE and with wider discussions concerning the contribution of professional doctorates. If professional doctorate programmes are to achieve a goal of using reflective statements as a means to enhance learning, it is clear that the process of critical reflection needs to be built in from the start and used as part of the process of the doctorate research, both to develop research reflexivity and to articulate the particular contribution made by research to professional knowledge.
In outlining the developments in relation to evaluating the effectiveness of student learning in HE in the UK, Murphy (2004) has highlighted the variations that exist between different expectations of external examiners. In this study, it is clear that external examiners, because of their experience of examining at PhD level, were interested in examining the theses and were not sure about the role of the reflective statement and how it contributed to the viva. If the statement is to play a more significant role, and even constitute an element of the assessment of the professional doctorate, it is essential that its nature and purpose are made clear to students, their supervisors and the examiners.
Conclusions
This small-scale study demonstrates some of the important issues involved in using reflective statements as a means to enhance learning on a professional doctorate programme. The reflective statements themselves and the interviews with graduates varied widely, and to an extent clearly reflected the differences in supervisors' and examiners' views.
What emerges is a need to clarify the nature, scope, purpose and audience for the statement. Clarification is also needed concerning the value of this process in its intended positive contribution to the challenges faced by professional doctorates in supporting experienced professionals to develop their confidence and competence in doctoral-level research, and in the tensions created between academic and professional knowledge, and between understanding of the particular research issue and understanding of the process of becoming a 'researching professional'. Reflecting on that process at a metacognitive level by EdD students is to be valued and supported in the pursuit of critical, professional agency.
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